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Abstract
With the literacy achievement gap growing, particularly in urban schools, many teachers are
missing the training, tools, and support necessary to best meet the needs of their students beyond
the curriculum given. This project argues the importance of sustainable teacher improvement
through reflective, collaborative professional development and the support of a literacy coach.
To attain the highest impact on student achievement, teachers must have a deep understanding of
their students as well as evaluate their current teaching practices to identify where students may
need additional support and what classroom practices may need to be adjusted. By providing
students with a range of opportunities to be heard and hear the voices of others through
responses, discussion, and texts, students can be positively impacted in their literacy
achievement, engagement, and motivation. A literacy coach supports the teacher beyond training
by facilitating reflective conversations that assist teachers in applying new ideas and strategies.
This project provides a framework for collaborative, reflective professional development
focusing on motivating students to engage with literature and one another with the continued
support of a literacy coach with the goals of increasing student achievement and teacher
proficiency in best practices when teaching literacy.

Keywords: achievement gap, culturally relevant teaching, professional development, coaching
(performance), scaffolding (teaching technique), reading instruction, at risk students, student
achievement
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Chapter 1: Introduction
Problem Statement
Meaningfully engaging with literature can change a student’s entire view on reading.
Teachers have an incredible opportunity to create classrooms where students can pursue their
literary interests, grow as readers, and refine their analysis and comprehension skills. In a
literacy rich classroom, every student’s individual experiences and perspectives can be added to
the conversation and allow students to make connections between each other, the text, and the
world (Bayless et al., 2018; Kennedy, 2018; McAnuff, 2020). This literary success can be
accomplished through practices such as modeling expression during read alouds, creating time to
build independent reading stamina while reading books of the student’s choosing, and engaging
in guided reading lessons that build comprehension and teach students how to analyze and
identify connections as they read (Kennedy, 2018; Kragler & Martin, 2012).
Unfortunately, rather than focusing on student backgrounds, literacy achievement gaps,
and engagement, many school curriculums revolve around the Common Core state standards and
standardized testing. Scripted curriculums have become commonplace in many schools, which
can ease the planning load off of teachers, but such curriculums were not created with minority
students or students from low socio-economic statuses (SES) in mind and often do not represent
these students fairly (Ciampa & Reisboard, 2021; Rigell et al., 2022). For example, characters of
color are often portrayed with certain characteristics, and readers are given a limited view of the
experiences of a person of color or a low SES (Thomas & Dyches, 2019). Fountas and Pinnell
Leveled Literacy Intervention, which is widely used, racializes and stereotypes students. Thomas
and Dyches (2019) discovered that within the Fountas and Pinnel texts, 20% of nonfiction and
70% of fiction present characters of color as deviant, inferior and helpless while 100% of
nonfiction and 30% of fiction texts from this same program present Whites as determined,
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innovative, heroic, and successful. Rather than using curriculum that perpetuates negative,
outdated stereotypes, students should have the opportunity to engage with texts that accurately
portray themselves and others. When students can connect themselves or their experiences to a
text, they are more likely to be successful in comprehension, which can, in turn, motivate them to
pursue reading further on their own (Tan & Mante-Estacio, 2021; Ebe, 2011).
Importance and Rationale of Project
There is a dire need for reform around the way students experience and engage with
literature and the ways by which teachers lead discussions and use literature in their classroom,
especially involving minority students and students who are experiencing poverty. As a result of
this, and several other factors, there is a significant gap in the testing scores between different
groups of students. Students who are experiencing poverty score far below in reading than their
peers who are from middle- and high-income families. According to the Nation’s Report Card:
Results from the 2019 Mathematics and Reading Assessment (2020), in 2019 students in Detroit
Public Schools Community District (DPSCD) averaged 183 points on the National Assessment
of Educational Progress (NAEP) reading assessment in comparison to other large cities who, on
average, scored 212 points while the national average score is 219 points. Additionally, students
who qualify for the National School Lunch Program scored significantly below their peers. For
DPSCD, 88% of their students qualify for this program and scored 18 points, on average, below
their peers who did not qualify (The Nation’s Report Card: 2019 Reading Trial Urban District
Snapshot Report, 2020). This data shows poverty may be affecting a student’s likelihood to
succeed.
This gap is also mirrored between Caucasian students and minority students nationally.
4th grade Caucasian students, on average, scored 230 points on the NAEP while 4th grade African
American students, on average, scored 204 points. Additionally, other minorities such as
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Hispanic and American Indian or Alaskan Native scored below their Caucasian peers with
average scores of 204 points and 209 points, respectively (The Nation’s Report Card: 2019
Mathematics and Reading Assessment, 2020). With test scores showing a possible correlation
between success and poverty and race, as measured by national testing, actions need to be taken
to address the additional needs of these individuals.
Approaching the issue of literacy within the classroom, one factor that strongly
influences students are the books and texts used. Although there has been an increasing number
of stories that include students from various racial and socioeconomic backgrounds, many stories
teeter on the line of only sharing a single story or picture of what that culture or experience is
like. Children are hungry for stories where they can not only discover new ideas but see
themselves (Kennedy, 2018; Ciampa & Reisboard, 2021). Especially for students of color or
students who are experiencing poverty, the danger of a single story is magnified (Enriquez,
2021). Within many curriculums and classrooms, diverse texts are lacking and students are
missing opportunities to make deeper connections beyond their own experiences (Thomas &
Dyches, 2019). In this situation, a more culturally responsive classroom can be created through
incorporating diverse texts that not only represent students in the class, but also allow students to
authentically encounter new cultures and facilitate respectful conversations.
If this problem is not addressed, and students continue to not see themselves within the
texts they are reading or as capable/successful students, they may lose interest in literacy
(Parkinson et al., 2015; Tan & Mante-Estacio, 2021). Numerous books are not accurately
representing students, and students’ stories are missing from scripted curriculums (Ciampa &
Reisboard, 2021; Rigell et al., 2022). There is already a gap shown by standardized testing that
Black, Indigenous, or people of color (BIOPC) are scoring lower than their Caucasian peers and
those experiencing poverty are also struggling to compare (The Nation’s Report Card: 2019
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Mathematics and Reading Assessment, 2020). All students should be given the tools they need to
connect, understand, and succeed as a reader and classroom contributor.
Background of Project
When evaluating the issue of creating schools where all students have the tools they need
to succeed, the curriculum selected can be a substantial factor in determining their success.
Following No Child Left Behind in 2002 and a mandate for a reform in reading curriculum,
many schools in low-income communities who qualified for federal and state funding, referred to
as Title 1 Schools, were forced to implement scripted curriculums to keep their funding (Ebe,
2006). Further, the scope in which teachers taught was not only narrowed by scripted
curriculums but also by the implementation of required standardized testing across the nation. At
this time, the Common Core State Standards (CCSS) were introduced as a guideline to prepare
students for standardized testing (Au, 2011; Rigell et al., 2022). With the requirement of
standardized testing and CCSS, many expected all students to succeed since now every student
was receiving an equal education with standardized testing, curriculum, and standards. However,
equality is not always equity.
Many standardized curriculums have significant gaps that may inhibit all students from
being meaningfully engaged and succeeding. One gap that is glaringly present is representation
among standardized curriculums, which in most cases teachers are expected to teach with
fidelity, and the lack of different cultures and people within the texts (Ciampa & Reisboard,
2021; Rigell et al., 2022). For example, the Wit and Wisdom curriculum was evaluated and found
to be significantly lacking in representation within their stories and authors (Rigell et al., 2022).
The 4th grade curriculum within Wit and Wisdom includes 62 texts with only 5 texts written by a
BIOPC and 5 texts about BIOPC. In the 1st grade curriculum, there were total of 59 texts with 5
written by BIOPC and 9 about BIOPC (Rigell et al., 2022).
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Further, scripted curriculum is not meeting the needs of teachers and their classrooms
(Ainsworth et al., 2012). Ainsworth et al. (2012) conducted an inquiry on the effectiveness and
teacher perceptions of a scripted curriculum in a first-grade classroom; one of the main themes
showed that teachers found themselves regularly going beyond the curriculum to satisfy student
needs and interests. When curriculums are created, they cannot satiate every need within every
classroom in schools across a state or country due to the differences in students’ experiences,
needs, and demographics. Further, students have different interests, and especially for growing
readers, it is crucial to find texts they love to keep them motivated to continue reading (Kennedy,
2018). The needs of classrooms vary, and teachers should have the ability to curate what their
students need without being criticized for adjusting the curriculum program (Ainsworth et al.,
2012). Background knowledge and experiences vary from student to student and especially from
community to community. Standardized curriculum was created with specific assumptions about
students’ experiences and knowledge (Rigell et al., 2022; Kennedy, 2018).
When given a curriculum, many factors are out of the teacher’s control but often how
they supplement it is within their ability. However, many teachers struggle to bridge the gap
between what they have been given and meeting their students at their current reading level and
experiences (Ainsworth, 2012). There is an abundance of additional resources and strategies that
can be found online that teachers may use to supplement their lessons, but there is a lack of
training and information on how to critically analyze and present it in tandem with the
curriculum (Kragler & Martin, 2012). Through culturally responsive teaching practices, teachers
take inventory of their current situation including their students, community, and curriculum to
build a bridge between what their curriculum provides and what their students need. The purpose
of my project is to create and establish training and coaching for teachers to implement best
teaching practices in literacy while balancing both their curriculum and their students’ needs.
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Statement of Purpose
The purpose of this project is to create a professional development training and a
coaching cycle following to provide support. During the training, teachers will receive
information through a PowerPoint presentation and handouts on research-based literacy practices
including repeated reading and comprehension strategies, as well as how to boost engagement
through student choice and voice. These engagement strategies include implementing reading for
joy with a book of choice, establishing literacy circles where students are stakeholders in the
conversation, and creating lesson engagement through various student response methods. The
goal of these practices is to engage students to become more active readers and learners, giving
them the opportunity to grow their literacy skills. Through these practices, teachers can meld the
required curriculum with high-engagement strategies, fill in gaps, and adjust the pace when
necessary to help their students succeed.
Additionally, teachers will partake in evaluating their current culturally responsive
teaching practices by taking a survey that has been created for the purposes of this project and
have the opportunity to reflect on their own opportunities for growth in the classroom. Following
the training, teachers will be coached by the building literacy team for eight weeks on a biweekly basis around the instruction they received at the training to help incorporate it into their
daily teaching practices. This coaching cycle will include a pre-conference for goal setting, four
15- to 20-minute classroom observation with a post conference after each observation using a
reflection tool focused around the personal goal the teacher set for themselves regarding the
training and the action steps they created.
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Objectives of Project
The objectives of the project are to:
1. Increase student motivation, engagement, and achievement through implementing
culturally responsive teaching practices in literacy instruction.
2. Enhance teachers’ knowledge and understanding about culturally responsive teaching
practices.
3. Create opportunities for teachers to apply these new strageties with guidance in their
classrooms.
4. Prompt teachers to reflect and create goals based on their current classroom practices
to grow both during and after the program.
To achieve these goals, teachers will participate in training and a coaching cycle to
strengthen culturally responsive practices within literacy instruction. This will occur through a
professional development training at the beginning of the year and then an eight-week coaching
cycle. During the one-hour professional development, teachers will have the chance to evaluate
their own biases through a survey and then they will receive instruction based around culturally
responsive literacy practices. Following the training, the teachers will partake in an eight-week
coaching cycle with a coach to pursue self-identified goals set after receiving the training.
Definition of Terms
Literacy achievement gap: The literacy achievement gap is the pattern that students are not
reading proficiently by third grade. The ability to read by third grade has been established as an
indicator for long term success and achievement (Pasini, 2018).
Culturally responsive teaching: Teaching that has a focus of developing cultural competence,
advancing student learning, and creating a critical consciousness of reality (Ladson-Billings,
2021).
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No Child Left Behind: A federal statute created in 2002 that the mandated each individual state
within the United States to create a standardized testing system and teach to specific standards
for each content area (Heise, 2017).
M.S.Ed.: A master’s degree of education from an accredited university
Scope of Project
This project was created with the intent to inform teachers and other teaching staff in
grades Kindergarten through 6th on how to take inventory of their classroom, experiences, and
students to adjust their curriculum and daily practices to best fit their students. Through this
process they will be prompted to analyze their current practices, take part in a coaching cycle to
progress in a chosen area where there is an opportunity for growth, and create goals for further
growth beyond the program in their culturally responsive teaching practices. Its purpose is to
address classrooms where students’ needs are not being met by curriculum and supplement with
additional strategies, activities, and teaching practices to grow students in their reading ability
and passion for all types of text.
This project and its resources do not intend to replace curriculum but to supplement the
needs of students on an individual classroom basis. Curriculum is a tool given to teachers by the
school while teachers have the responsibility to respond to their individual student growth and
experiences, modifying the curriculum when necessary to best fit the needs of their students. The
level of experience in which a teacher enters, and current reading levels and experiences of the
students in the program, is out of the program’s control. Teachers will not receive a rating or be
officially observed for administrative or state purposes during these observations. If the teacher
participants begin, but do not complete the program, or do not honestly compete the surveys, it
may obstruct the effectiveness of the program. Additionally, if coaches do not regularly follow
the given coaching cycle, the teacher participants may miss out on opportunities for growth.
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Chapter Two: Literature Review
Introduction
With students who are experiencing poverty as well as minority students scoring
significantly below their peers, many curriculums are not meeting the needs of diverse students
(Nation’s Report Card: Results from the 2019 Mathematics and Reading Assessment, 2020;
Rigell et al., 2022; Kennedy, 2018). Many curriculums following No Child Left Behind are
created without diverse texts, voices, and experiences (Rigell et al., 2022; Ebe, 2006). Due to this
literacy achievement gap and the missing representation in curriculum, teachers are often
responsible for adjusting their instruction to the needs of their students and facilitating
opportunities for students to engage with texts (Ladson-Billings, 2021). Through Louise
Rosenblatt’s theory of Reader-Response, the reader takes an active role in interacting and
building a relationship with the text in independent, small-group, and whole group settings
(Davis, 1992). To build this relationship with text and increase student achievement and
engagement, teachers may incorporate several practices into their classrooms including
discussion, sustained silent reading, allowing students to select their own texts, and utilizing
several reading methods when teaching small and whole group lessons. To effectively educate
teachers on these methods, a professional development (PD) session provides opportunities for
reflection, exploration, and goal setting while a coaching cycle will provide ongoing support for
each teacher’s individual goals in the weeks following the PD session.
Theory/Rationale
As students engage with a text, they are being active participants in the process. In the
early 1970s, the work of David Bleich, Norman Holland, Stanley Fish, Wolfgang Iser, and
Jonathan Culler began to focus on the reader rather than the text during the reading process.
They rejected the ideas that focused upon the way the text relates to the reader and began to think
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in the opposite direction where the reader takes part in a subjective, deconstructional, and
transactional process while reading (Mailloux, 1982). Through the work of these literacy critics,
the foundation for Louise Rosenblatt and the theory majority attributed to her, Reader-Response
theory, was crafted (Davis, 1992). Particularly in the context of a culturally responsive
classroom, where teachers deliberately make instructional decisions with their specific students
and an evolving world in mind (Ladson-Billings, 2021), the reader response theory emphasizes
the reader’s relationship and transaction with the text.
Rosenblatt’s theory emphasizes the importance of reading as a democratic activity where
all voices are heard, and the variety of possible responses students may have after engaging with
a text are welcomed (Davis, 1992). Further, Amer (2003) describes the reader response theory
as:
It views the reading process as a transaction between the reader in which the reader, with
his past experiences, beliefs, expectations, and assumptions interacts with the
perspectives in the text, and meaning is determined as the result of this transaction. Thus
reading, in this approach is a reflective and creative process and meaning is selfcontracted. (p. 68)
As emphasized by both Davis (1992) and Amer (2003), the transaction that occurs between the
reader and the text is the process in which the reader makes meaning of the text based on their
own experiences and assumptions. Within a culturally responsive classroom, literacy is seen as a
process in which students can engage with literature in multiple, authentic ways to construct
deeper meaning based on their prior knowledge (Smutny & Saal, 2021).
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Research & Evaluation
Engaging and Supporting Students
Discussion during reading
Discussion is one of many ways to support students when comprehending a text. Not
only does discussion have a strong, positive impact on student learning it also increases
motivation and participation while reading (Fisher & Frey, 2018). Dialogic discussion focuses on
student-led conversations around a text with the teacher as a guide of the group, rather than the
standard procedure of one question and one answer between the teacher and a student (Kennedy,
2018; Beck, McKeown, Hamilton & Kucan, 1998). Fisher and Frey (2018) explain discussion as
“a free exchange of information among at least three participants that lasts longer than 30
seconds” (p. 92). During this transaction, students are doing most of the talking while the teacher
is clarifying and asking follow up questions to continue the conversation when necessary as the
goal is for students to be active participants in the reading, having to do something with the
information, rather than just passively receiving it (Beck, McKeown & Sandora, 2021).
Particularly for striving readers, discussion provides opportunities for them to process key
concepts aloud and with the support of their peers (Kennedy, 2018; Fisher & Frey, 2018).
Discussion can take place in many forms including whole class discussion (Beck et al., 2021;
Michaels, O’Connor & Resnik, 2008) and in small groups (Fisher & Frey, 2018; Kennedy,
2018).
In a whole group setting, to facilitate the best discussion, after reading a text the teacher
will ask an open-ended question with the goal of having a conversation, not just getting a correct
answer (T. Mariage, Englert & M. Mariage, 2020; Beck et al., 2021). This type of question might
include: “What do you think the author is saying here?” or “What is happening here?” (Mariage
et al., 2020). Mariage et al. (2020) encourages explicitly teaching the discussion skills of how to
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contribute ideas, listen to others, accept ideas, support each other and show respect. Through
using these skills, discussion holds the learning community accountable for contributing and
listening to one another to build on responses and create logical connections between the text and
surrounding information (Michaels et al., 2008).
Within a small group setting, Mariage et al. (2020) found success in their research
through using discussion as a tool to increase engagement and comprehension for students who
need more intense interventions. Five students, including one student with a learning disability
and one student with attention deficit hyperactivity disorder (ADHD), participated in this
research and it was determined they not only had an increase in their ability to identify the main
ideas of the text but also an increase of engagement between one another and the text (Mariage et
al., 2020). This improvement was demonstrated in the growth of correct main ideas when asked
verbally, correct multiple choice comprehension questions, and participation in discussion with
comments, questions, and clarifications with students having back and forth discourse after each,
particularly clarifications (Mariage et al., 2020). Additionally, each student grew on their fluency
and comprehension on benchmark testing when comparing their fall achievement to the spring
following the 15-week intervention conducted in the winter (Mariage et al., 2020) This research
supports the ideas presented by Beck et al. (2021), Fisher and Frey (2018), and Kennedy (2018)
of how discussion can support striving students in achieving a higher level of comprehension.
Sustained silent reading
Kennedy (2018) and Fisher and Frey (2018) both emphasize the importance of leisure
reading on a regular basis within literacy classrooms. Often referred to as sustained silent reading
(Fisher & Frey 2018), this is a practice in which students choose a text regardless of the student’s
level or the text’s complexity or topic and independently read, often for a set amount of time
(Kennedy, 2018). To have the most successful sustained silent reading (SSR) time, the students
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must have access to a wide range of texts and a regular time to read (Fisher & Frey, 2018; Allred
& Cena, 2020) in addition to several other factors such as a comfortable reading environment,
teacher encouragement, and informal accountability through writing or discussions (Pilgreen,
2000). As a wide range of texts are recommended for implementing SSR, Allred and Cena
(2020) suggest conducting an interest survey so teachers may know what might be lacking from
their current text collections as well as what to suggest to different students.
Allred and Cena (2020) conducted a study on a high school class where the first fifteen
minutes of class was spent independently reading a book of choice and responding after reading
to a short writing prompt. They found that student’s self-concept, or perception of themselves, of
them as a reader improved as well as their overall view of the importance of reading (Allred &
Cena, 2020). To help facilitate increase of the value of reading and students’ self-concept as
readers as well as building a classroom community, Fisher and Frey (2018) challenge teachers to
further extend sustained silent reading to give students opportunities to endorse texts through
peer-led book talks for one another. This practice allows students to connect to one another as
readers (Fisher & Frey, 2018). SSR is encouraged by Allred and Cena (2020), Kennedy (2018),
and Fisher and Frey (2018) as it has the ability to increase the volume of text a student has
experience to, thus influencing background knowledge and vocabulary, as well as positively
impacting their overall reading motivation.
Student selected texts
Within the literacy classroom, there are numerous ways in which students can be given
autonomy including opportunities to engage with literature of their choosing and responding to
that literature in a variety of ways. Gallagher (2015) introduced a 20/80 rule of choice where
students engage with teacher- or curriculum-selected texts 20% of the time and the remaining
80% with self-selected books. Both types of reading would include standard literacy response
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practices such as questions aligning with the CCSS but may additionally incorporate reflective
questioning to encourage text to self-connections, such as: “Is there anything in this book that
reminds you of your own life? Do the characters in this book speak, look, or act like you? Did
this book teach you anything new?” (Brooks & Frankel, 2019, p. 576). Allred and Cena (2020)
interpreted this idea of the 20/80 balance as a unit comprised of providing students several weeks
to complete a few chapter books of choice and the chance to respond through a range of literacy
activities followed by a class novel for a few weeks before completing the unit with several
weeks where students may choose from multiple texts in order to further explore the themes or
ideas from the class novel. However, while student choice has shown an increase in engagement
and motivation (Kennedy, 2018), it is crucial to recognize the importance of teacher selected
texts to expose students to new ideas and perspectives as well as challenge and stretch students to
new levels (Allred & Cena, 2020).
Fisher and Frey (2018) conducted a study of 44 teachers in grades 1, 3, and 5 during
which teachers implemented an intentional program where students had access to a wide range of
books, choice of text, and were active participants in book talks as well as discussion during
reading. At the conclusion of the 12 weeks, 41 of the teachers reported a significant impact in
both student motivation and achievement with the remaining 3 teachers reporting moderate
impact (Fisher & Frey, 2018). The study also reports,
Higher library checkout rates in the current year (9%) than for the same students during
the same period the previous year; Higher writing scores on district benchmark tests (4%)
compared with other district schools; Higher fluency rates (= 2%) compared with the
students’ past reading records or with other schools in the same district; More students
and parents anecdotally reporting reading more books. (p. 94)
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While an increase in the volume of students’ reading and teacher impressions of a program are
important, the increase in fluency and writing scores indicate that giving students choice with
text in combination with discussion and space for reading does positively impact students.
Variety of reading methods
To support their students, a teacher may adjust how a text is read when in a whole group
or small group setting. Repeatedly reading a text is a beneficial practice that helps to increase
both fluency and comprehension (Tyner, 2019; Ardoin, Binder, Foster & Zawoyski, 2016).
When reading in a group or independently, fluency should be built alongside comprehension
(Tyner, 2019). Wide reading is also a beneficial strategy that is comprised of reading multiple
texts on the same topic which gives students the opportunity to think deeply about a concept
while reading a new text (Ardoin et al., 2016). Repeated reading and wide reading aim to
increase fluency, apply prior knowledge to a passage and improve comprehension (Ardoin et al.,
2016). Ardoin et al. (2016) studied of the impact of repeated reading and wide reading on 168
students across seven 2nd grade classrooms for two consecutive years. Students received
instruction using repeated reading or wide reading, in addition to a control group who were only
benchmarked and did not receive instruction (Ardoin et al., 2016). It was found by these
researchers that students in both intervention groups grew significantly and at a faster rate than
typical for second grade students. While repeated reading is beneficial for many students, it was
found by Ardoin et al. (2016) that it may not enhance the reading of students with disabilities,
but the practice of wide reading, or reading multiple texts about the same topic may also assist in
both comprehension and fluency for a wider range of students.
Additionally, Tyner (2019) suggests that adjusting how a student reads a text may also
support fluency and comprehension. The strategies Tyner (2019) suggests include:
Echo reading: The teacher reads the text, and the students echo each phrase.
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Choral reading: Students read the text in unison with the teacher assisting in the
beginning but allowing just the students to continue, joining in again when necessary.
Student-led reading: One student reads the text aloud as other students whisper read
along with the student reading out loud.
Whisper reading: Students read or reread a text at a whisper at their own pace.
Through adjusting how the text is read, teachers can hold high expectations while making the
text accessible for all students to participate and feel successful.
Training and Supporting Teachers
Professional Development Training
To teach effectively, the teacher must have a combination of knowledge of the content as
well as the best practices on how to teach it, referred to as pedagogical content knowledge
(Taylan et al., 2022). Meaningful and purposeful professional development bridges the gap
between research and practice with the goal of improving teachers’ knowledge of instructional
strageties, student understandings, curriculum, and assessment (Taylan et al., 2022). When
providing training to teachers, Martin et al. (2015) argue the most effective way is to include
opportunities of reflection on current practice to gain awareness of past experiences, meaningful
discourse, and opportunities for action. Taylan et al. (2022) agree that reflection is a crucial part
of PD in addition to collaboration and academic engagement. Through collaboration, teachers
work in conjunction with one another to reach the same goal and have opportunities to learn
from one another.
Goodnight, Wood, and Thompson (2020) conducted a study on 9 kindergarten teachers
and the impact of a PD training. Within their program, their PD focused on support and directly
impacting classroom practice through in-service training and follow up coaching (Goodnight et
al., 2020). Through their research, they concluded four elements aided in the success of their
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teachers’ implementation of the program including active engagement by teachers, repeated
practice opportunities, follow up observations and explicit feedback. These components were
accomplished through an interactive 3-hour PD including reflection and collaboration, side-byside coaching sessions, observations, and additional support based on weekly data (Goodnight et
al., 2020). The results of their study demonstrated that in-service training in conjunction with
coaching increased general education teachers’ use of research-based strategies during wholeclass reading instruction. Additionally, both Goodnight et al. (2020) and Taylan et al. (2022)
encourage keeping the programs low cost and low technology in order to keep the proposed
program sustainable after the training concluded.
One on One Coaching
Coaching serves as an ongoing support after PD has concluded to provide teachers
opportunities to achieve goals set based on the reflection and learning that occurred during the
PD, allowing the new skill or strategy to be implemented with fidelity to enhance student
learning (Goodnight et al., 2020, Sweeney & Harris, 2017). Coaching also gives opportunities
for teachers to be supported while differentiating their goals (Martin et al, 2015; Goodnight et al.,
2020). Often the coaching cycle includes a pre-conference to set the goal, a teaching observation
of the teacher by the coach, and then a feedback meeting where the coach facilitates a reflective
conversation based on the observation, and together the coach and the teacher set the next steps
(Martin et al. 2015; Goodnight et al., 2020). In some cases, co-teaching a lesson or observing the
coach utilize the skill or strategy may also benefit the teacher to reach their goal (Sweeney &
Harris, 2017).
The role of a coach is to increase student achievement through partnering with a teacher to
assist them in growing towards their current goals through reflective thinking in an ongoing
relationship (Sweeney & Harris, 2017). During coaching sessions, Fountas and Pinnell (2021)
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encourage the use of facilitative talk which focuses on the language of a coach being
collaborative, reflective, and inquiry-focused. Using facilitative talk opens the opportunity to
promote teacher independence, flexibility, and self- reflection, build on the teachers’ strengths,
support the teachers’ ability to notice, and help the teacher generalize new learning to apply it to
other teaching situations (Fountas & Pinnell, 2021). Hudson and Pletcher (2020) further
encourage this type of language with the goals of problem solving together and providing
support and resources in manageable pieces. They include open-ended prompts to facilitate this
type of conversation such as:
“How did it go?”
“Talk to me more about how you…”
“What can we do differently as teachers that might help students get there?”
“What might you change if you taught this lesson again?”
“So, moving forward, what do you want to focus on?” (p. 98)
In addition to the language a coach uses when facilitating a conversation, data is also an
important piece of the coaching session as student success is the driving force behind each
instructional move a teacher executes (Hudson & Pletcher, 2020; Sweeney & Harris, 2017).
Summary
Through Louise Rosenblatt’s theory of reader response, teachers are urged to facilitate
experiences where students actively engage with a wide range of texts with a focus on the reader
and their experiences (Davis, 1992). As teachers prepare for leading students through these texts,
Ladson-Billings (2021) shares how the teachers’ knowledge of the students is crucial for
selecting texts that provide opportunities for connections with prior experiences as well as texts
that broaden the students’ knowledge. With this theory in mind, democratic activities such as
discussion are encouraged to assist students in making meaning of the relationship between the
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text and their prior knowledge and experiences as well as forming new connections and
establishing new knowledge (Davis, 1992; Amer, 2003).
Discussion has the potential to increase motivation, participation, and achievement within
the literacy classroom (Fisher & Frey, 2018). It is important to keep in mind discussion is a
conversation led by the students based on an open-ended teacher prompt where the teacher is a
facilitator, keeping students on track and clarifying understandings rather than the more standard
procedure of literacy questioning involving a closed question with one or two students answering
(Beck et al., 2018). The purpose of this type of discussion is to encourage students to be active
participants in making meaning and forming connections during the reading through prompts
such as “What is happening here?” as encouraged by Rosenblatt’s theory of reader response
(Mariage et al., 2020).
In addition to discussion, other activities can help support a reader being an active
meaning maker and increasing achievement and motivation including sustained silent reading,
students having choice in the text they read, and utilizing a variety of reading methods during
reading activities. Sustained silent reading is independent reading time with a book of choice in a
comfortable environment, regular encouragement and involvement in the form of book
recommendations or discussion by a teacher, and accountability through writing or discussion
(Pilgreen, 2000; Kennedy, 2018). This practice increases the volume of texts a student reads
which, in turn, increases their exposure to vocabulary and improves their background knowledge
as well as increasing their motivation to read as they have choice in the text they are reading
(Kennedy, 2018; Allred & Cena, 2020). Letting students to choose the text they read has shown
an increase in motivation but also library checkout rates, writing scores on standardized tests,
and fluency rates according to a study conducted by Fisher and Frey (2018).
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Gallagher (2015) proposes an 80/20 balance where students have a choice in the text they
read, whether this is from a teacher-chosen group or a free choice, 80 percent of the time while
the other 20 percent are teacher-selected. Teacher-selected texts are still crucial as these texts
intentionally expose students to new perspectives and ideas (Allred & Cena, 2020). Lastly,
teachers can assist readers in breaking down challenging or intimidating texts by using a variety
of reading methods to increase their fluency and comprehension including repeated reading and
wide reading (Ardoin et al., 2016). Repeated reading is the practice of reading a text more than
once and has the potential to increase fluency and comprehension for some students without
disabilities (Ardoin et al., 2016, Tyner, 2019). Wide reading is the practice of reading multiple
texts on the same topic which assists in exposure to new vocabulary and expanding prior
knowledge with the potential to increase fluency and comprehension in most students (Ardoin et
al., 2016). Other ways to support students while they read is reading the text in a variety of ways
such as echo reading, choral reading, student-led reading, and whisper reading (Tyner, 2019).
When beginning to implement these or any new practices, teachers can take part in
professional development training to expose them to the new ideas, reflect on their previous
practices, engage in meaningful discussion and collaboration, and have opportunities for action
(Taylan et al., 2022, Martin et al., 2015). Following a professional development training,
teachers need support when returning to their classrooms to best put into practice what they have
learned to positively impact student growth; coaching provides this support (Goodnight et al.,
2020; Sweeney & Harris, 2017). Following training, coaches can assist teachers in setting a goal
in their initial meeting, followed by an observation with a post-conference (Goodnight et al.,
2020, Martin et al., 2015). During the post-conference, the coach asks questions and works with
the teacher to build next steps together, with the coach utilizing facilitative coaching language
with open ended prompts and giving bite size feedback (Hudson & Pletcher, 2020; Sweeney &

25

Harris, 2017). The impact of in-service professional development training in combination with
coaching was shown in a study by Goodnight et al. (2020) which concluded the two increased
general education teachers’ use of research-based strageties during whole-class reading
instruction.
Conclusions
With many students struggling to achieve grade-level expectations for literacy, teachers
need support. Through implementing routines such as discussion and using a variety of reading
methods such as repeated reading and choral reading when dissecting a text, the teacher can
support students in building meaning, new knowledge, and connections. The teacher can still use
the assigned curriculum texts with these strategies when appropriate but also may see the need
within their classroom to supplement with additional texts to expose students to new ideas or
identify parallels within themselves and the text if representation is lacking within the
curriculum. Supplementation in diverse books can occur in whole group instruction, small group
book talks or literacy circles with the students choosing from a selection of texts, or during
sustained silent reading when students have the opportunity to choose their own text. Through
choice, students have the opportunity to explore their interests in reading, build a love of reading,
and may be more motivated to try new texts. While these strategies may not be novel to some
teachers, providing training with the importance and research behind these methods with the use
of reflection, collaboration, and discussion along with the support of a coach after the training is
likely to encourage and motivate teachers to set goals and push themselves towards growth for
the opportunities to see their students achieve. Coaching provides individualized support based
on the goals and needs of the teacher with the achievement of the students in mind. The coach
assists the teacher in reflecting upon their current practices and creating next steps using
manageable, actionable feedback.
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Chapter Three: Project Description
Introduction
With a large number of students from low income and inner-city communities struggling
to achieve in literacy, adjustments need to be made to supplement the given curriculum to best
engage and motivate all students (The Nation’s Report Card: 2019 Reading Trial Urban District
Snapshot Report, 2020; The Nation’s Report Card: 2019 Mathematics and Reading Assessment,
2020; Kennedy, 2018). To create sustainability in the solutions presented to teachers, consistent
support beyond initial training is necessary (Martin et al., 2015; Goodnight et al., 2020). The
components of this project include a professional development opportunity for exposure,
collaboration, discourse, and reflection around culturally responsive teaching practices as well as
resources to support both teachers and coaches during an eight-week coaching cycle following
the training. These resources include a post-training goal sheet, coach observation framework,
literacy coaching toolbox, program reflection survey, and sample coaching schedule. Following,
it will include the evaluation methods of the project through the collection of data and the
process of implementation. The project will be concluded with the projected outcomes of the
project based on the research presented in the previous chapters.
Project Components
Prior to the professional development training for the staff, the building literacy team will
meet to receive an overview of the training as well as each tool that will be used. The first main
component of this project is a one-hour professional development for the participating teachers
(Appendix A). To begin, as supported by Goodnight et al. (2020) and Martin et al. (2015), the
participants will have the opportunity to individually and collaboratively evaluate and discuss
recent data on student literacy success on a national and local level to understand the literacy
achievement gap. This data displays minority students and students who qualify for the free or
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reduced lunch program scoring below their peers (The Nation’s Report Card: 2019 Reading Trial
Urban District Snapshot Report, 2020; The Nation’s Report Card: 2019 Mathematics and
Reading Assessment, 2020). Following a discussion around the data and possible factors,
teachers will have the opportunity to reflect upon their current teaching to evaluate their
culturally responsive literacy practices and disposition in teaching literacy (Goodnight et al.,
2020; Taylan et al., 2022). This will occur through a five-point Likert scale survey (Appendix
B). After reflection, participants will identify their areas for growth and be presented with
possible tools to help build up the teachers’ literacy toolbox to increase engagement, motivation,
and achievement. As encouraged by Goodnight et al. (2020) and Taylan et al. (2022), these
solutions are low cost and low technology to keep the program sustainable such as building a
love for reading, tools to help students read grade level texts and answer rigorous questions, and
facilitating discussion (Appendix C). Each of these areas will be expounded upon with specific
practices that will help teachers start with bite-size action steps. Following, the teachers will
create goals around their reflection and the information presented (Appendix D). Martin et al.
(2015) and Goodnight et al. (2020) encourage goal setting as opportunities for action increase the
likelihood of positive change.
The next component of the project is the coaching cycle to give sustained support to the
teachers. Before beginning the coaching cycle, the coach and teacher will meet to discuss the
teacher’s goals around culturally responsive literacy practices based on the professional
development. Coaching supports the differentiation of these goals and supports each teacher on
their journey to growth (Martin et al., 2015; Sweeney & Harris, 2017; Goodnight et al., 2017).
After this initial meeting, the teacher and coach will schedule their first observation and post
conference (Appendix E). During the observation, the coach will enter and observe the teacher in
action, recording notes with the teacher’s goals in mind and reflect later on which tools might be

28

helpful (Appendix C) and how the conversation might be facilitated (Appendix F) (Sweeney,
2017). During the post conference, the coach leads the teacher in a reflective conversation
around their goals, what was observed, and student performance to best assist the teacher and
coach in building a plan of action to support student achievement. This cycle will occur four
times over the course of eight weeks (Appendix G).
At the conclusion of the coaching cycle, participants will reflect on the program, their
growth, and student growth (Appendix H). The purpose of this survey is to not only assist the
teachers in reflection (Goodnight et al., 2020; Martin et al., 2015) but also improve the program
for future use. The researcher will evaluate this survey for further development of the program
and assess how teachers and students grew as a result of the program.
Project Evaluation
Throughout this project, there are several points of data collection. During the
professional development, teachers will reflect on their current practices and confidence teaching
literacy using a survey utilizing a five-point Likert scale (Appendix B). The survey will serve as
a starting point for the evaluation of the teacher’s practices, and it will be taken at the end of the
eight weeks of coaching, with the goal of monitoring how the teacher grew in reference to their
practices and confidence. At the end of the program, the teachers will fill out a short survey to
evaluate their growth as well as the impression and effectiveness of the project (Appendix H).
Additionally, student data will be collected throughout the program as a tool for coaching
and evaluating the program’s effectiveness. Weekly reading assessments, which assess fluency
and comprehension, are administered school wide. These assessments can be used to measure the
impact of the program on student achievement during the program. Additionally, this data can be
compared to the data of students from years prior. Students also take benchmark assessments in
the fall, winter, and spring to assess their mastery of grade-level literacy skills. The fall
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benchmark occurs prior to the start of the project, and the winter benchmark will occur a few
weeks following the conclusion of the project. The data from these benchmarks can indicate
overall student growth, as well as provide an opportunity to compare the data of the current year
with the project implemented to prior years.
Project Implementation
This project will be presented to a K-6 charter school in southeastern Michigan. To
propose the project, the researcher will meet with the principal and give an overview of the
project, providing a scope and purpose as well as a copy of all associated documents and
scheduling. This school has approximately 18 teachers who teach literacy daily between these
grades who will participate in the training. Teachers will participate in the training in an afterschool staff meeting and set their goals at the end of the meeting. Coaches will set up their initial
conferences with each teacher on their caseload before their first observation. Teachers will be
coached every other week and meet shortly after to discuss their progress towards their goal. All
teachers are contractually obligated to participate in regular professional development and staff
meetings throughout the school year. The creation of a building literacy team to serve as the
coaches for the purposes of this project will need approval from the principal. The members of
the building literacy team, comprised of the five members of the administration team, two
building literacy interventionists and the researcher, each have at least an M.Ed and coaching
training and experience. Administration will also need to have coverage for these team members
if necessary when observing the teachers during the school day.
Project Conclusions
Through this framework, teachers will tailor their instruction to the needs of their
students while still upholding high expectations for success. This occurs through engaging in
collaborative, reflective training with the support of a coach. The teacher and coach will
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maximize their impact through strengths-based, student-orientated conversations to have the
greatest influence on student achievement. Through consistent reflection throughout the process
and the support of a coach, literacy engagement and scores will increase school wide.
Additionally, teachers will be more equipped and confident to adjust and supplement student
learning using research-based strategies implemented with the support of a coach.
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Appendix A – Professional Development Outline
1. Good News – team building by sharing out positive school or personal news from
staff
2. Introduction
a. What’s the issue? Showing the gap
i. National Report Cards
1. Urban District Snapshot Report
2. 2019 Math & Reading Assessments
a. About 5 minutes to notice & wonder independently
b. Talk in groups – What do you notice? What do you
think is causing this gap?
3. Where are the gaps?
4. What might be the root cause?
a. Transition: What might we be able to change that is in
our control? – Culturally Responsive Teaching
b. Survey (Appendix B) – independent
3. Tools & strategies
a. Bridging the gap for struggling students – Appendix C
i. Where would you like to see growth in your class?
ii. What tools might help you get there?
4. Now What?
a. Setting goals – Appendix D
b. Connecting with your coach & setting the first meeting
Created by Danielle Hay 2022
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Appendix B – Culturally Responsive Teaching Survey
Name:___________________________
Please circle one:

Prior to coaching

After coaching

Culturally Responsive Teaching Survey
Reflect on your current practice
1 – Strongly Disagree

2 – Somewhat Disagree

3 – Somewhat Agree 4 – Agree 5 – Strongly Agree

______ I am confident in my overall skills as a literacy instructor.
______ I feel supported in growing as a literacy instructor.
______ I enjoy teaching literacy.
______ My students enjoy reading.
______ My students are successful on their literacy benchmark testing and reading grade level texts.
______ I explain how/why students responses are correct/incorrect.
______ I utilize a variety of scaffolding techniques when teaching a whole group, small group, or individual lesson.
______ I monitor student progress and use it to guide my instruction.
______ I closely evaluate the curriculum the given lessons and identify any possible misconceptions.
______ I evaluate possible gaps in prior knowledge and pre-teach necessary knowledge.
______ I use discussion throughout reading instruction to help students connect with one another and the text.
______ During discussion, the students are doing a majority of the talking.
______ Classroom instruction is varied (whole group, small group, individual, student-led)
______ Students are given opportunities to take ownership over their role in the classroom and help lead discussions.
______ Students are given opportunities to read books of choice whenever possible.
______ Students have access to a variety of books representing different races, cultures and people. (Online or library)
Total score: ________

Created by: Danielle Hay 2022
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Appendix C – Literacy Coaching Toolbox
Area of Growth

Building a love for

Possible Tools
•

Having daily independent reading time with a book of choice

•

Giving students regular opportunities to choose their text (literature circle, book

reading in the classroom

study, independent study) and respond using writing or discussion
•

Choosing texts where students can see themselves as well as others represented

•

Intentionally modeling a love for reading with book talks or student submitted
favorite books with explanations

•

Break texts into chunks and check for comprehension along the way

Students reading grade

•

Prioritize key passages

level texts

•

Pre-teach vocabulary and provide background knowledge when necessary

•

Teach students how to retrieve background knowledge before reading a text (i.e.
schema tree)

•

Utilize repeated reading and wide reading

•

Model thinking aloud when reading

Students answering

•

Have students pre-read the questions before reading the text

rigorous questions

•

Read the text twice if possible before answering questions (for shorter passages)

•

Scaffold questioning to establish base knowledge

•

Find evidence in the text before answering the question

•

Have students go back and reread a certain section of text if struggling to answer
a question
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Facilitating Discussion

•

Utilize open-ended questions

•

Allow wait time

•

Encourage students to listen to one another build off of one another by asking
Student B to rephrase what Student A said or asking if they agree or disagree

•

Establish discussion norms and procedures when speaking

•

Read in a variety of ways to sustain engagement: Echo reading, choral reading,
student-led reading, whisper reading, etc

Created by: Danielle Hay 2022
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Appendix D - Teacher Post-Training Goal Sheet
Name: ______________________
Goals for Growth!
What is something that you think you already do well regarding culturally responsive literacy
practices?
__________________________________________________________________________________
__________________________________________________________________________________
__________________________________________________________________________________
__________________________________________________________________________________

What is one thing you would like to implement in your classroom from this training?
__________________________________________________________________________________
__________________________________________________________________________________
__________________________________________________________________________________
__________________________________________________________________________________

In what areas might a coach best support you regarding culturally responsive literacy practices?
__________________________________________________________________________________
__________________________________________________________________________________
__________________________________________________________________________________
__________________________________________________________________________________
Created by: Danielle Hay 2022

41

Appendix E – Coaching Reflection Sheet
Observation Date _________________

Coaching Date _________________

Teacher _______________________

Coach ______________________

Teacher’s Goal:

Coach Observation Notes:

Possible tools to try:

Questions to facilitate discussion:

Created by: Danielle Hay 2022
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Appendix F – Coaching Question Stems
Language Stems for Goal Setting
o What do you hope to the students will learn as a result of our partnership?
o What would you like to see your students doing as readers or writers?
o How do you feel about the goal we’ve selected? Does it feel right for you?
Language Stems for Providing Strengths-Based feedback
Step 1: Clarify
o I noticed the students doing…. Can you tell me more about that?
o How did you plan for…
o What data did you use to make that decision?
o What steps did you take to get there?
o Do you think….was because of…?
Step 2: Value
o The students really responded to…
o Look at how the students engaged in…
o _______ was really effective.
o I know you’ve been working on… It’s starting to take shape.
Step 3: Uncover Possibilities
o What could it look like if we tried…?
o What are some ways we could…?
o We can try… or … What do you think?
o What are some possibilities for…

Reprinted with permission from Corwin Press
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Appendix G – Sample Coaching Schedule
Example Coach Schedule – Fall 2022
Mon 10/3 – Coach’s Meeting

Week of 11/7 – Coaching Meeting 2

Wed 10/5 – Professional Development for teachers

Week of 11/14 – Observation 3

Week of 10/10 – Meet to debrief / set goals

Week of 11/21 – Coaching Meeting 3

Week of 10/17 – Observation 1

Week of 11/28 – Observation 4

Week of 10/24 – Coaching Meeting 1

Week of 12/5 – Final Coaching Meeting / Fill

Week of 10/31 – Observation 2

out survey and reflection sheet

Created by: Danielle Hay 2022
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Appendix H – Program Reflection Survey

Reflection Survey
1. Have you seen yourself grow as a result of this training and coaching cycle?
Yes

No

Please explain.
____________________________________________________________________
____________________________________________________________________
2. What, if any, was the most beneficial part of this program?
____________________________________________________________________
____________________________________________________________________
3. How might the program be improved to better serve teachers?
____________________________________________________________________
____________________________________________________________________
4. Have your students’ attitudes changed towards reading?
Not at all

Slightly

Significantly

5. Have you seen your students comprehension improve as a result of this program, it’s
tools and coaching?
Not at all

Slightly

Significantly

6. Comments / Questions / Other Feedback
____________________________________________________________________
____________________________________________________________________
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Appendix I – Copyright Permission for Coaching Question Stems

